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This study investigated primary teachers’ perceptions of their experiences participating in a 
Professional Learning Community (PLC) about Play-Based Learning and their feelings of self-
efficacy towards implementing Play-Based Learning. The literature surrounding PLC 
participation and teacher efficacy consists largely of quantitative studies. This study utilized a 
phenomenological approach to collect data through participants’ responses to an online open-
ended questionnaire and follow-up phone interview. Four themes emerged from the data on 
primary teachers’ participation in a Play-Based Learning PLC. They are: value in PLC 
participation, value Play-Based Learning, shared teaching resources to implement Play-Based 
Learning, and enhanced self-efficacy towards implementing Play-Based Learning. The findings 
support the role of PLCs, specifically teacher-led PLCs, in developing primary teachers’ 
collaboration for improving teacher efficacy. The results of this study also support the concept of 
implementing Play-Based Learning in primary grade classrooms as a way of providing 
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Throughout various experiences during my Bachelor of Education degree, I discovered 
newfound passions and interests as I grew as an educator. However, when I entered the teaching 
field, I had a difficult time finding continuing opportunities to nurture these passions for 
learning, inquiry, mentorship, and leadership. Within my current context, I perceived these 
challenges to be the ineffective collaboration and learning of teachers in my school. As a result 
of these challenges, and my passion to develop as a teacher leader at my school, I created and led 
a Professional Learning Community (PLC) to engage primary teacher colleagues in purposeful 
collaboration around Play-Based Learning. The purpose of this research study was to understand 
the perspectives and stories of the primary teachers that participated in the PLC and their feelings 
of self-efficacy towards implementing Play-Based Learning. 
Context 
When I entered a Bachelor of Education program in 2015, I was surrounded by a cohort of 
supportive and passionate colleagues, instructors, and mentors that helped nurture and develop 
my passions for teaching and learning. During this time, I also had the privilege to travel to 
Antigua to extend my certifying practicum experience abroad. Prior to going to Antigua, I 
formulated an inquiry question about the effects of a Pen Pal project on expanding students’ 
worldviews and connecting students from different cultures. In Antigua, I applied qualitative 
research methods to collect data in order to attempt to answer my inquiry question. This was my 
first experience with research, and I was fascinated by the process and the results of my inquiry, 




Fraser Valley and my students in Antigua. I immediately saw the benefits of inquiry and 
conducting field research as an educator and I experienced significant learning from this project. 
During this teaching experience in Antigua, I was also given the opportunity to step into a 
leadership and mentorship role. Prior to departing for Antigua, I had just spent three months 
being mentored by experienced educators during my certifying practicum in the Fraser Valley. 
When I arrived in Antigua, I transitioned from being a mentee to a mentor, as I mentored two 
undergraduate students in best teaching practices. From this experience, I began to learn that a 
relationship between a mentee and a mentor is reciprocal, rather than the familiar power-dynamic 
arrangement that we have come to associate with mentoring (Sharpe & Nishimura, 2017). 
Mentoring is a collaborative learning relationship in which the mentor and mentee reflect, 
support, and challenge one another in order to build capacity (Sharpe & Nishimura, 2017). In 
Antigua, my mentees and I had structured conversations to plan, implement, and reflect on our 
lessons to best support our students and grow as individuals. As a result, my experience in 
Antigua, as well as my experience in a cohort during my Bachelor of Education degree, ignited a 
passion for inquiry, collaboration, leadership, and mentorship. This motivated me to seek out 
opportunities to further explore these passions. 
After graduating from the Bachelor of Education program in 2016, I was hired in my local 
school district. I began my teaching career on a temporary assignment, teaching Physical 
Education and Grade Three. The following year, I received a continuing contract at an 
elementary school where I currently teach Grade One. I entered a school culture that my 
colleagues and I perceived to be very divided in terms of teaching experience and familiarity 
with the school. Half of the teachers that year were early career teachers and new to the school, 




For example, two teachers had spent twenty-five years of their career at that school and had not 
taught anywhere else in the district. Although the principal and vice-principal each had over five 
years of experience in administration at the time, they were also new to the school. Therefore, as 
a staff, we were in the beginning stages of forming relationships and developing trust. 
According to Safir (2017), for learning to occur for students and adults, there needs to be a 
presence of trust. However, building trust amongst a school staff requires intentionality and time 
(Safir, 2017). In the context of this research, the administrators were learning the basic day-to-
day operations of managing the school which led to little time invested in building relationships 
between teachers. As a result, my perceived observation within the school environment was one 
that lacked trust amongst staff members and an overall feeling of isolation, particularly amongst 
new staff members. Within this context, I had a difficult time finding opportunities to continue 
progressing my educational passions and developing them at my school.  
Consequently, I had to step outside of my school context and seek out like-minded teachers 
from other schools who were passionate about inquiry, learning, collaboration, and mentorship. 
This led to my engagement in various teacher learning networks in my district. These learning 
networks provided me with the opportunity to develop inquiry questions, collect data, reflect on 
the implementation of innovative practices, collaborate with teachers from other schools, and 
engage in meaningful learning and professional development. In addition to joining multiple 
formal and informal learning networks in my district, I chose to undertake a Master of Education 
program that aligned perfectly with my passions, as I was longing to be a part of a supportive 
cohort of motivated, passionate, and engaged educators. 
At the time of this research study, I had been at the same school for four years and observed 




had transferred to my teaching practices and contributed to my development as a teacher leader 
at my school. I began to implement aspects of teacher leadership within my school environment. 
For example, I modelled inquiry-based practices, opened my classroom door to colleagues to 
observe my practice, and shared my practice with my staff and broadly on social media. Acting 
as a teacher leader developed my own growth as an educator, as it reignited my educational 
passions and allowed me to share them with others, which provided me with a sense of purpose 
outside of my classroom. These initial teacher leadership endeavours also contributed to the 
continuation of building trust and relationships between myself and my colleagues.  
Despite these genuine attempts, I observed that several colleagues continued to work in 
isolation or in small, exclusive groups. My previous experiences participating in collaborative 
teacher learning networks in the district were very positive. I perceived these experiences to be 
valuable and beneficial in regard to my teaching practice, my learning, as well as my efficacy as 
a teacher. As a result, I was interested in creating a learning community at my school that would 
help to de-privatize practice and create meaningful collaboration between colleagues. A potential 
approach to fostering a learning community is through teacher-led Professional Learning 
Communities (PLCs). 
One way that teacher leaders demonstrate leadership in the teaching and learning domain is 
through leading PLCs (Harris, 2003). PLCs have evolved from being “top-down” initiatives led 
by principals, to organic, collaborative learning led by teachers (Hargreaves & O’Connor, 2018). 
PLCs consist of teachers working collaboratively with a shared sense of purpose to improve 
teaching and learning and a commitment to the collective responsibility of success for all 




PLCs aligned with my pursuit of implementing and researching collaborative professional 
learning at my school. 
Furthermore, in 2019, the British Columbia Ministry of Education revised the Early Learning 
Framework to acknowledge new perspectives and reflect the current realities of children and 
families (B.C. Ministry of Education, 2019). The Early Learning Framework was created for 
early childhood educators in 2008 to guide their instruction of young children. The Early 
Learning Framework (2019) was revised to expand the focus from children birth to five years in 
the original framework to children birth to eight years (B.C. Ministry of Education, 2019). This 
meant that primary teachers (Kindergarten to Grade 3) were included in the revised Early 
Learning Framework and encouraged to use this framework to guide their instruction. One of the 
principles of the Early Learning Framework is the importance of play as being integral to the 
well-being and learning of children (B.C. Ministry of Education, 2019). At the time of this study, 
many of my colleagues were interested in learning more about Play-Based Learning, the 
importance of play in children’s development, and how to implement and support Play-Based 
Learning in our classrooms.  
As a result, the opportunity to be a leader among my teaching colleagues presented itself 
through the creation of a PLC at my school. I invited primary grade colleagues to participate in 
collaborating around the topic of Play-Based Learning. The creation of this PLC was the 
amalgamation of my desire to exercise teacher leadership, as well as to foster meaningful and 
positive professional learning opportunities. This PLC also reflected a school-wide interest in 





Questions that emerged for me from the creation of this PLC reflected my curiosities 
regarding the experiences of the teachers participating in the PLC, and of what value, if any, they 
gained from their participation. 
I was also interested in learning about their beliefs surrounding Play-Based Learning and 
their confidence in implementing it. As a result, the guiding question for this research study was: 
What are primary teachers' perceptions of their experience participating in a PLC and their 
feelings of self-efficacy towards implementing Play-Based Learning? It is the intention of this 
study to examine the experiences of teachers participating in a PLC. It is hoped that through 
teacher participation in a PLC that this will be of benefit to the school community in terms of 
improving teaching and learning.  
Scholarly Significance 
This research topic is significant to the field because there is much to be said about the value 
of PLCs, particularly in regard to teacher collaboration around a new or developing topic of 
interest. Previous research has also demonstrated a connection between PLC participation and 
teacher efficacy, however, there is a lack of qualitative research that explores the stories of 
teachers’ experiences participating in a PLC. There is also a lack of research examining teachers’ 
feelings of self-efficacy towards implementing a new or developing topic of interest. 
Literature Review 
Within the scope of Professional Learning Communities (PLCs), this literature review will 
focus on the perceived value of PLCs and its relationship to teacher efficacy. In the studies 
examined, many articles found that PLCs have significant positive effects on teachers’ self-
efficacy. Play-Based Learning was also explored as it is related to the research. Finally, gaps 




The Value of Professional Learning Communities 
Professional Learning Communities (PLCs) have been found to have a positive effect on 
numerous teacher and student outcomes, such as changes in teaching practices, improved student 
learning, and improved ratings on standardized tests (Louis & Marks, 1998; Lomos et al., 2011; 
Vescio et al., 2008; Bruce et al., 2010; Hollins et al., 2004). However, there is currently no 
universal definition for a PLC (Stoll et al., 2006; Lomos et al., 2011). The concept of a PLC has 
been difficult to define because of the term’s generalization, allowing authors to interpret it in 
various ways (Lomos et al., 2011). In a comprehensive literature review of PLCs conducted by 
Stoll et al. (2006), it is suggested that a broad definition of a PLC is “a group of people sharing 
and critically interrogating their practice in an ongoing, reflective, collaborative, inclusive, 
learning-oriented, growth-promoting way” (p. 223). This definition encompasses the potential of 
teachers mutually enhancing their own learning, as well as their students’ learning, through their 
participation in PLCs (Stoll et al., 2006). Little (2020) also states that, through collaboration and 
dialogue, PLCs provide ongoing professional development for improved teacher learning, as 
teachers implement new curriculum, materials, strategies, and instructional practices to meet the 
needs of students. Vescio et al. (2008) expanded upon this notion by arguing that the principle of 
PLCs is “improving student learning by improving teaching practice” (p. 82). As a result, PLCs 
can be viewed as collaborative and reflective structures of professional development with the 
goal of improving teaching and learning.  
Stoll et al. (2006) found five key characteristics of PLCs. The first characteristic of a PLC is 
a shared vision and sense of purpose, particularly one that focuses on learning for all students. 
The second characteristic is collective responsibility for student learning. The third characteristic 




issues of implementing new practices, examining teachers’ practices, observation, case analysis, 
joint planning and curriculum development, and applying new ideas to problem solving. The 
fourth characteristic is collaboration. The final characteristic is the benefit of both group and 
individual learning. With agreement and understanding, this research study will use these five 
characteristics as the descriptors of an effective PLC.  
Within the literature, it has been suggested that teachers value their participation in PLCs 
(Schiff et al., 2015). More specifically, in a mixed methods research study conducted on formal 
and informal learning communities conducted by Schiff et al. (2015), teachers specifically placed 
value on the social benefits (strengthening relationships, promoting common understanding, 
connecting diverse groups of teachers, and combating isolation), the sharing of resources and 
expertise, and teacher autonomy. Similarly, in a phenomenological case study conducted by 
Snow-Gerono (2005), teachers identified collaboration, appreciation for dialogue, and a “shift to 
uncertainty” (openness to questions and inquiry) as benefits of PLC participation (p. 250). 
McConnell et al. (2013) also found that teachers that participated in virtual PLCs, using video-
conferencing software, and teachers that participated in face-to-face PLCs both experienced the 
same benefits. It was noted that responses from all PLC groups were “nearly identical” when 
participants described what value they gained from their PLC participation (McConnell et al., 
2013, p. 272). Regardless of the format of the PLC, teachers placed value on six components of 
their PLC participation: sharing articles or information, new perspectives from group members, 
hearing practical solutions that other members had tried, accountability to the group, professional 




Despite varying responses in each of the three studies, it is apparent that the research implies 
that teachers perceive value in their participation in PLCs. As a result, this research study aimed 
to understand the experiences of the participants in a Play-Based Learning PLC. 
Teacher Efficacy is an Important Concept  
The theoretical framework for teacher efficacy emerged from the work of Bandura (1977) (as 
cited in Tschannen-Moran et al., 1998). Bandura (1997) identifies self-efficacy as referring “to 
individuals’ beliefs about their ability to carry out a particular course of action successfully” (as 
cited in Zheng et al., 2019, p. 847). Therefore, teacher efficacy is a “teacher’s self-assessment of 
their ability to support student learning” (Bruce et al., 2010, p. 1599). Teachers with perceived 
high efficacy in their abilities believe that they can positively impact student learning and 
achievement, whereas teachers with perceived low efficacy in their abilities believe that they 
have a limited ability to impact student learning and achievement (Bruce et al., 2010).  
Teacher efficacy research suggests that it is an important factor related to student 
achievement and motivation, as well as teachers’ behaviour in the classroom, such as the effort 
they invest into teaching, the goals they set, their instructional practice, and their level of 
aspiration (Tschannen-Moran & Hoy, 2001; Little, 2020; Lakshmanan et al., 2011; Keung et al., 
2020; Bruce et al., 2010). It has been noted within the literature that teachers with higher efficacy 
are more likely to take risks and implement challenging, yet effective, teaching strategies (Bruce 
et al., 2010). As a result, this research study focused on the efficacy of teachers in regard to 
implementing Play-Based Learning. 
Based on Bandura’s (1997) self-efficacy research, there are four indicators of teacher 
efficacy: mastery experiences, vicarious experiences, physiological and emotional states 




2010). These indicators are relevant to the research as participation in a PLC can contribute to 
enhancing these indicators (Lakshmanan et al., 2011). For example, teachers discussing their 
experiences with colleagues is evidence of vicarious experiences (Lakshmanan et al., 2011). 
Engaging in collaboration and reflective dialogue reflects verbal and social persuasion, as well as 
positive affective states (Lakshmanan et al., 2011). Therefore, a PLC structure was used because 
of its potential to enhance teacher efficacy.  
Professional Learning Communities Support Teacher Efficacy 
A small number of studies have been conducted that examine the relationship between PLCs 
and teacher efficacy (Zheng et al., 2019). Some studies have analyzed the effects of PLCs on 
teachers’ self-efficacy broadly, whereas others have focused on teachers’ self-efficacy in one 
specific subject area. Despite these differences, PLC participation has been suggested as having a 
positive impact on teachers’ self-efficacy in the current literature.  
Zheng et al. (2019) explored the relationships between instructional leadership, PLCs, and 
teacher efficacy in China. Zheng et al. (2019) utilized the Ohio State Teacher Efficacy Scale 
(OSTES) (Tschannen-Moran & Hoy, 2001) to assess elementary teachers’ self-efficacy in three 
broad dimensions: instructional strategies, classroom management, and student engagement. The 
results indicated that four components of the PLCs (collaborative activity, collective focus on 
student learning, de-privatized practice, and reflective dialogue) positively affected teacher 
efficacy. 
Keung et al. (2020) also utilized the Ohio State Teacher Efficacy Scale (OSTES) developed 
by Tschannen-Moran & Hoy (2001) to measure teacher efficacy in their study of the 
relationships between leadership practices, PLCs, teacher efficacy, and teacher’s perceptions of 




teachers, the results differed slightly from those of Zheng et al. (2019), in that only three 
components of PLCs (shared vision, de-privatized practice, and reflective dialogue) were 
positively associated with teachers’ perceptions of whole-child development via their efficacy 
beliefs. Even though the results from one study by Zheng et al. (2019) did indicate collaborative 
activity as a contributor to teacher efficacy, these results were not found within the study by 
Keung et al. (2020). However, both studies do suggest that collaboration, discussion, and 
reflection among PLC members positively impact teachers’ instructional practices through their 
efficacy beliefs.  
Whereas Zheng et al. (2019) and Keung et al. (2020) measured the relationship between 
PLCs on teacher efficacy in three broad dimensions, a quantitative study conducted by 
Lakshmanan et al. (2011) focused specifically on teacher efficacy in regard to Science teaching. 
The participants attended three professional development courses and participated in PLCs. 
Lakshmanan et al. (2011) found that the professional development courses provided participants 
with a “deeper understanding of Science subject matter” and participation in the PLCs improved 
their self-efficacy for teaching Science (p. 546).  
Using a mixed methods approach, Mintzes et al. (2013) also examined the effects of 
participation in PLCs on teachers’ self-efficacy in Science teaching. The Teaching Science as 
Inquiry (TSI) instrument, developed by Smolleck et al. (2006), was administered at the 
beginning of the first year of the study (prior to participating in PLCs) and at the end of the third 
and final year (after participating in PLCs). Mintzes et al. (2013) also conducted interviews with 
participants after completion of the project. Initially, TSI pre-test scores indicated low levels of 
self-efficacy in Science teaching among participants. The interviews revealed participants’ poor 




to Lakshmanan et al. (2011), TSI post-test scores indicated significantly higher levels of self-
efficacy in Science teaching. Mintzes et al. (2013) reported “The most important finding of this 
study is that a group of elementary school teachers with demonstrably low self-efficacy in 
Science teaching grew substantially over a period of three years as a result of their participation 
in a PLC” (p. 1214).  
A study by Little (2020) supported the findings of Lakshmanan et al. (2011) and Mintzes et 
al. (2013). After examining the effects of the PLC structure on teacher efficacy during the 
initiation of enhanced Mathematical teaching practices, the data showed significant effects of 
increasing teachers’ self-efficacy after their one-year participation in the PLC.  
These studies are relevant to this research, as they demonstrate that participation in a PLC 
positively impacts teachers’ self-efficacy. This knowledge contributed to the work of the current 
research study. I specifically chose a PLC structure to guide the collaboration of my colleagues 
with the intent of learning how it contributed to their perceived self-efficacy of implementing 
Play-Based Learning. 
Play-Based Learning is Essential to Children’s Development and Learning 
With the redesign of the B.C. Early Learning Framework in 2019, many primary educators 
were seeking opportunities to expand their knowledge around the principle of incorporating play 
into learning during the time of this study. As a result, the focus of my PLC was on Play-Based 
Learning.  
Play-Based Learning merges play and pedagogy with a purpose of children learning while 
playing (Taylor & Boyer, 2020). In 2017, Pyle and Danniels developed a continuum model of 




On one end of the continuum is free play. In free play, children direct their own play and 
determine the resources and materials to use. There is little to no teacher involvement or 
direction in free play (Pyle & Danniels, 2017).  
To the right of free play is inquiry play. Inquiry play is similar to free play, as it is initiated 
based on the children’s interests. In response to the children’s interests, the teacher extends the 
play by integrating related academic standards (Pyle & Danniels, 2017). For example, during one 
classroom observation conducted by Pyle and Danniels (2017), the teacher observed some of the 
students playing with paper airplanes. The teacher then provided students with books that 
contained instructions on how to make complicated paper airplanes. When the students began to 
test their paper airplanes, the teacher introduced standard and non-standard measurement tools to 
help them determine how far their airplanes could fly.   
In the middle of the continuum is collaborative play. Collaborative play “is structured and 
controlled by both the students and the educator” (Taylor & Boyer, 2020, p. 129). In 
collaborative play, as Pyle and Danniels (2017) state: 
Teachers direct the outcome of this play by determining the academic skills that students will 
 develop. The teacher and students collaboratively design the context of the play, including 
 both the theme and the resources necessary to the play. The children then direct the play 
 within the created environment. (p. 283) 
For example, Pyle and Danniels (2017) observed the creation of a veterinary clinic in one 
classroom. The children’s interest in animals initially inspired the creation of a pet shop. The 
class had a discussion about what they liked and disliked about the pet shop. This led to the 
addition of the medical component and the creation of a veterinary clinic. A number of academic 




including reading books on animal injuries and illnesses and writing instructions for the “pet 
parents” (p. 283). The teacher provided guidance around these skills as extensions to the 
children’s play. 
To the right of collaborative play is playful learning. Playful learning occurs when teachers 
intend to teach academic outcomes, but do so in a playful and engaging manner (Taylor & 
Boyer, 2020). For example, in one classroom observed by Pyle and Danniels (2017), the teacher 
created prescribed activities through the playful context of a flower shop. The students were 
engaged in numeracy and literacy activities by filling out their flower orders and totaling the 
cost. However, the students also maintained control over some aspects of their play by requesting 
flowers for an event of their choosing and acting out the event.  
Finally, at the other end of the continuum is learning through games. In this prescriptive type 
of play, children are “intentionally learning academic content or skills through playing games” 
(Taylor & Boyer, 2020). Examples of learning through games include word or letter Bingo and 
Go Fish with number cards (Pyle & Danniels, 2017).  
This continuum of Play-Based Learning encompasses child-directed play, collaboratively 
created play, and teacher-directed play, which all present opportunities for personal, social, and 
academic growth (Pyle and Danniels, 2017). PLC members in this study referred to this 
continuum as they discussed the different types of play, the benefits of each type of play, and 









Play-Based Learning Continuum 
Note. A continuum of Play-Based Learning created by Pyle & Danniels (2017) 
Numerous researchers have emphasized that play is essential to children’s development and 
learning (Pyle & Danniels, 2017; Taylor & Boyer, 2020). Play-Based Learning has been shown 
to positively impact students’ academic learning (Pyle & Danniels, 2017; Taylor & Boyer, 2020; 
Weisberg et al., 2013). Specifically, Play-Based Learning pedagogical techniques have been 
shown to improve children’s academic performance in reading and mathematics, with these 
improvements lasting into the primary grades (Marcon, 2002).  
In addition to academic benefits, researchers have suggested a possible link between Play-
Based Learning and social-emotional development (Pyle & Danniels, 2017; Taylor & Boyer, 
2020; Weisberg et al., 2013). Play has been found to positively effect children’s social-emotional 
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development, including communication skills, collaboration, problem-solving, and emotional 
regulation (Ashiabi, 2007; Pyle & Alaca, 2018). Pyle & Alaca (2018) researched Kindergarten 
students’ perspectives on play and learning. Children’s responses described learning personal 
and social skills through play. 
The literature supports the notion that play is integral to children’s learning and development. 
The Early Learning Framework (2019) was redesigned to reflect this concept and to ensure that 
primary grade students were provided with playful learning opportunities. Thus, Play-Based 
Learning was the focus of the PLC with the intent that teachers would be able to collaborate, 
plan for, and implement Play-Based Learning in their classrooms. 
Gaps in the Literature 
Although there still remains a lack of a universal definition for a PLC, the general consensus 
in the literature is that it consists of a group of teachers engaging in professional learning in a 
way that is ongoing, collaborative, reflective, and focused on student learning (Stoll et al., 2006). 
Furthermore, there are five key identifying characteristics of a PLC common in the literature: 
developing a shared vision, collective responsibility, professional inquiry, collaboration, and 
individual and group learning (Stoll et al., 2006). PLCs have been shown to be valuable to 
teachers and their teaching practice. They also provide the opportunity to develop teacher 
efficacy, as they include three of the factors that contribute to enhanced self-efficacy, including 
vicarious experiences, verbal and social persuasion, and physiological and emotional states 
(Bruce et al., 2010). There is ample evidence in the literature to support a strong correlation 
between teachers’ participation in PLCs and enhanced teacher efficacy. 
However, little research has been conducted on the effects of PLCs on experienced teachers 




2020). There is also a lack of research using primary grade teachers as participants. Furthermore, 
all of the studies referenced in the literature that explored PLCs and teacher efficacy used a 
quantitative methodology and utilized surveys and rating scales in order to collect data. Only one 
study, conducted by Mintzes et al. (2013), used a mixed methods methodology. Therefore, this 
study addressed a gap in the literature by using a qualitative methodology in an attempt to 
understand teachers’ perceptions of their participation in a Play-Based Learning PLC and their 
self-efficacy of implementing Play-Based Learning in their classrooms. 
Methodology 
As an early career teacher, I am passionate about collaboration and professional learning. I 
place significant value on collaborative learning and have benefited greatly in regards to my 
practice, my learning, and my efficacy as a teacher. I am also passionate about being a positive 
influence beyond my classroom walls and demonstrating teacher leadership in my school 
through the creation and facilitation of a PLC. Although my experiences as a participant in PLCs 
have contributed to an increase in my perceived teacher efficacy, I believe that each individual is 
grounded in their own unique experiences, feelings, viewpoints, and realities. Therefore, I was 
curious about the experiences of other primary teachers in regard to their participation in a PLC 
and their perceived feelings of self-efficacy.  
As a result, I was situated in the constructivist paradigm, as I sought to understand subjective 
meanings of participants’ lived experiences, specifically their experiences participating in a PLC 
(Creswell & Plano Clark, 2017). I assumed that there are multiple realities because reality is 
socially constructed (Creswell & Plano Clark, 2017). I believed that each of my participants’ 
experiences would provide their own version of reality and, as a result, there would be multiple 




worked closely with them as a participant in the PLC. This, combined with the relationships I 
have fostered with them over the past four years, enabled this closeness. This was critical, as my 
epistemological view assumed that a close relationship between myself and my participants was 
necessary in order to fully understand their stories and their experiences (Creswell & Plano 
Clark, 2017). As my participants’ views and experiences were expressed, I used a qualitative 
methodology to create my findings from these reflections.  
Method 
I was interested in investigating the phenomenon of my participants’ involvement in a PLC 
during the 2020/2021 school year. Given the focus of my participants’ lived experiences and 
participation in a PLC, I used a phenomenological lens as my method of investigation (Creswell 
& Poth, 2017). According to Creswell and Poth (2017), phenomenology “describes the common 
meaning for several individuals of their lived experiences of a concept or phenomenon” (p. 75). 
The key features of a phenomenological research study include an emphasis on a phenomenon to 
be explored, the exploration of the phenomenon with individuals who have all experienced it, a 
collection of data from the individuals who have experienced the phenomenon, an analysis of the 
data (moving from a narrow analysis to a broad analysis), and a culminating description of the 
“essence” of the experience (Creswell & Poth, 2017, p. 80). For this research study, I explored 
the phenomenon of participation in a Play-Based Learning PLC, collected data from individuals 
who experienced the phenomenon, analyzed the data using first and second-level coding, and 
developed a description of the common meaning of this experience for all participants. 
Bracketing 
In some forms of phenomenology, the researcher brackets themselves out of the study by 




previous experiences participating in PLCs, my leadership in developing and initiating the Play-
Based Learning PLC, and my involvement in the PLC for this research study highlighted the 
essential need for bracketing in this research study.  
As a teacher who embraces collaboration and learning, I have had many positive experiences 
participating in learning communities in my school district. As a result, I had my own biases and 
assumptions about the value of PLCs on teacher learning and teacher efficacy. Additionally, I 
demonstrated teacher leadership by creating the Play-Based Learning PLC for this study. 
Furthermore, I had a working relationship with the participants of this study and participated in 
the Play-Based Learning PLC with them. In acknowledging my assumptions and biases about the 
PLC experience, this bracketing process acted as an important check and balance as I aimed to 
suspend my biases in order to take a neutral stance and focus on the experiences of the 
participants. I also used a double-response journal to bracket my biases during data analyses, 
which will be discussed in a subsequent section. 
Data Sources 
Participants. Prior to recruitment of participants for this study, ethical approval for the study 
was given by the University of the Fraser Valley Ethics Board (HREB protocol #100539) 
(Appendix A), as well as the school and district. Once consent was granted, this study utilized a 
purposeful sampling of participants because this study focused exclusively on the experiences of 
primary grade teachers (Kindergarten to Grade 3) that participated in the Play-Based Learning 
PLC (Yilmaz, 2013). 
The eight primary teachers that participated in the PLC were invited via e-mail to participate 
in the research study. Of those invited to participate, four individuals volunteered to participate. 




participants were contacted via e-mail to receive a document of informed consent, outlining the 
purpose of the study; procedures involved in their participation; potential benefits, harm, and 
risks; and the confidentiality of their participation. Participants were asked to print, sign, scan, 
and e-mail me back with the letter of informed consent. All identifying information in the data 
was removed and anonymized. Participants were asked to provide a pseudonym of their choice 
and to describe any information that they felt comfortable sharing (i.e., years of experience, 
grade(s) taught, and current teaching position) for the anonymizing process. All participants 
preferred to be identified as “Teacher,” followed by a number, rather than providing a specific 
pseudonym. Gender-neutral pronouns (they/them/their) are also used to describe the participants.   
Participant Profiles. At the time of this research study, Teacher 1 had eighteen years of 
teaching experience. Teacher 2 was in their sixth year of teaching, currently teaching Grades One 
and Two as a split class. Teacher 2 also had experience teaching Grade Three and teaching on 
call in all elementary grades (Kindergarten to Grade 5) in the school district.  Finally, Teacher 3 
had twelve years of experience teaching early learners.  
Context. The Play-Based Learning PLC was created at a mid-sized elementary school in the 
Fraser Valley. The school had a population of approximately 400 students from Kindergarten to 
Grade Five. It was located in an urban area that consisted largely of middle and low-income 
family neighbourhoods. 
The PLC was created in November, 2020. During the first session, the identifying 
characteristics of PLCs were discussed. The following inquiry question was formulated by 
members and used to guide the PLC: How can we use the different types of play from the 




curriculum? PLC members met after school three times, for a total of six hours, between 
November, 2020, and January, 2021.  
This research study took place during the 2020/21 school year. During this time, the Covid-
19 pandemic affected countries across the world. The pandemic impacted education and the daily 
operation of schools in the province of British Columbia, as new health protocols and procedures 
were implemented. These included daily health checks, physical distancing, hand washing, 
wearing masks in common areas, restricting school access, increased cleaning and sanitizing, 
limiting shared materials and supplies, and the creation of “learning cohorts” in an attempt to 
minimize the number of people that came in contact with one another (Government of British 
Columbia, 2020). Therefore, the pandemic affected the operation of the Play-Based Learning 
PLC. Teachers maintained physical distance during the meetings, wore masks, and practiced 
proper hand hygiene. In addition, the Covid-19 pandemic affected the data collection process of 
this research study, as data collection took place through online and remote platforms, rather than 
in-person. 
Data Tools. In order to capture the stories and reflections of participants, data was collected 
from participants through an online open-ended questionnaire (Appendix B). The questionnaire 
consisted of seven broad, open-ended questions about participants’ experiences in the PLC and 
their feelings of self-efficacy towards implementing Play-Based Learning in their classrooms. 
Generally, phenomenological studies utilize interviews in order to collect data from participants 
(Creswell & Poth, 2017). However, due to the Covid-19 global pandemic, in-person interviews 
were discouraged. Therefore, an online open-ended questionnaire was chosen as the primary data 




their experience with the phenomenon of PLC participation in a safe way that did not involve 
meeting in-person. 
Upon completion of the January, 2021, PLC meeting, participants received the open-ended 
questionnaire via e-mail as a Microsoft Word document. After receiving the open-ended 
questionnaire, participants were given nine days to complete it and e-mail it back to me. If 
clarification or elaboration was needed, due to the written nature of the open-ended 
questionnaire, follow-up conversations took place with the participants over the phone the 
following week (Appendix C). Participants were provided with the follow-up interview questions 
ahead of time so they knew which responses I would like clarified or expanded upon. 
Data Analyses 
Data was prepared by removing and anonymizing identifying information from participants’ 
online open-ended questionnaire responses. I began analyzing the data after all questionnaire 
responses had been submitted in an attempt to avoid early analyses impacting later analyses and 
to keep all perceptions separate. Once all data was collected, I analyzed the questionnaire 
responses in the order that they were received. I read the questionnaire responses prior to 
analyses in order to get a general understanding of what was being said by the participants. 
According to Creswell and Poth (2017), the first step of phenomenological data analyses 
consists of going through the data and “highlighting ‘significant statements,’ sentences, or quotes 
that provide an understanding of how the participants experienced the phenomenon” (p. 79). 
Therefore, after an initial reading of the responses, I began my first-level coding and highlighted 
statements, sentences, or phrases in the open-ended questionnaire responses directly on the 




My first-level coding, values coding, was based on the work of Saldana (2009). I chose 
values coding because it aims to identify the values, attitudes, and beliefs of each participant 
(Saldana, 2009). Therefore, I sought to understand the values, beliefs, and attitudes that each 
participant held in regard to their PLC participation and Play-Based Learning. For this research 
study, a value (V) is defined as “the importance we attribute to oneself, another person, thing, or 
idea” (p. 89). An attitude (A) is defined as “the way we think and feel about oneself, another 
person, thing, or idea” (p. 89). Finally, a belief (B) is defined as something that we think and feel 
as true, formed from our “personal knowledge, experiences, opinions, prejudices, morals, and 
other interpretive perceptions of the social world” (pp. 89-90).  
The highlighting process was colour-coded. Each significant statement, sentence, or phrase 
was highlighted according to the associated code (i.e., purple highlighting for values, blue 
highlighting for attitudes, and yellow highlighting for beliefs). The highlighted statement, 
sentence, or phrase was also given a matching letter code (V, A, or B) and a description for that 
code. A table was used to categorize the codes for each of the three constructs together (i.e., all 
value codes were listed under one column, all attitude codes were listed under a second column, 
and all belief codes were listed under a third column).  
During data analyses, I also kept a double-response journal. As I kept track of my values 
coding in a table, I used another column to make note of any assumptions or surprises. This 
double-response journal acted as a form of bracketing to ensure that I remained neutral as I 
analyzed the data. 
The second phase of phenomenological data analyses is to develop “clusters of meaning” 
from these codes into themes (Creswell & Poth, 2017, p. 79). Themes, as defined by Saldana 




(underlying) meanings of data” (p. 108). Therefore, after creating my initial codes, I executed 
second-level coding by analyzing the codes and creating themes from these codes. The themes 
were organized by looking for patterns among codes and clustering these codes together using a 
similar font style. Through first and second-level coding, phenomenological data analyses aims 
to report the “essence” of the phenomenon by describing “what” individuals have experienced 
and “how” they have experienced it (Creswell & Poth, 2017, p. 77). 
Managing Bias 
As already noted, I bracketed myself out of the study by discussing my personal experiences 
with the phenomenon. In addition, I managed researcher bias in multiple other ways. First, I 
checked for representativeness (Miles et al., 2014). I recognized the limitations of my study due 
to the representativeness of my sample (primary grade teachers that voluntarily participated in a 
Play-Based Learning PLC) and acknowledged that my findings were not generalizable. In 
addition, I managed researcher bias by sharing my data and analyses (codes and themes) with my 
supervisor. As Miles et al. (2014) state, this is beneficial, as an expert reviewer is often able to 
see how the researcher may be misled or influenced. Furthermore, I followed up on any surprises 
from the open-ended questionnaire responses by initiating follow-up phone conversations with 
the participants. 
Strength of Study 
Strength of study was addressed using Denzin and Lincoln’s (2005) “triple crisis of 
representation, legitimation, and praxis” (p. 19). The crisis of representation ensures that 
participants’ lived experiences are not objectified by the researcher (Denzin & Lincoln, 2005). In 
order to address the crisis of representation, I asked participants to define important terms in the 




questionnaire. Additionally, I provided a description of each participant and included direct 
quotes from my participants to ensure their voices were heard. 
The inclusion of direct quotes from my participants also enabled me to address the crisis of 
legitimization. Legitimization speaks to the problem of evaluating and interpreting qualitative 
research in order to ensure trustworthiness (Denzin & Lincoln, 2005). Through the inclusion of 
direct quotes from my participants, the reader is able to decide whether my analysis is validated, 
given the data provided. In addition to the inclusion of direct quotes, I had my supervisor look at 
the data, as well as the codes and themes, as an alternative perspective.  
Finally, the crisis of praxis questions whether it is possible to effect change in the world 
through research (Denzin & Lincoln, 2005). I addressed the crisis of praxis through the inclusion 
of a question in the open-ended questionnaire that speaks solely to the application of the research 
study (PLC participation) to the participants’ teaching practices. 
Results 
Based on the open-ended questionnaire responses, as well as the follow-up interview 
responses, the perspectives of the three teachers analyzed in this study are outlined. In describing 
the perspectives, I cite the participants’ responses in order to reflect the voices and stories of the 
participants and provide legitimization. The four major themes that emerged from my data 
analyses were: value in PLC participation, value Play-Based Learning, shared teaching resources 
to implement Play-Based Learning, and enhanced self-efficacy towards implementing Play-










Value PLC Participation 
Participants perceived their participation in the Play-Based Learning PLC to be valuable. All 
three participants indicated their enjoyment in participating in the PLC. “Teacher 1” stated, “I 
have really enjoyed participating in the Play-Based Learning PLC.” “Teacher 2” and “Teacher 3” 
also shared a sense of enjoyment in being a part of the Play-Based Learning PLC. More 
specifically, the participants valued three aspects of their PLC participation: the opportunity for 
professional learning and growth, collaborative dialogue, and the application of their 
participation to their teaching practice. 
Professional Learning and Growth 
All three participants placed value on continuous professional learning and growth, by 
gaining new knowledge and improving their practice. Teacher 1 assumed that “All learning is 
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good learning” and stated, “all learning helps me grow as an educator and helps me bring new 
ideas/strategies to try with the students that I work with.” Teacher 3 similarly stated, “I am a true 
believer that there is always more to learn, even if you are quite knowledgeable in a specific 
area, and that there are always new things to try to help better support your students.” Teacher 2 
also described their interest in wanting to grow professionally by improving their practice.  
The participants perceived their PLC participation as an opportunity to continue to learn and 
grow professionally. Teacher 1 explained that the PLC “helped me grow as an educator, to 
embrace new ideas, and has allowed my teaching practice to stay both current and relevant,” 
whereas Teacher 2 and Teacher 3 expressed their enjoyment and gratitude for being a part of a 
learning community with colleagues that had a shared interest in wanting to learn and improve 
their practice.  Teacher 2 attributed their passion for learning and growth as a contributor to the 
value that they gained from their PLC participation. For example, they stated, “I think that the 
PLC has been so influential in my teaching because I am genuinely interested in improving my 
practice and implementing new ideas regarding Play-Based Learning.” 
Collaborative Dialogue 
All three participants valued and appreciated the collaborative dialogue that took place with 
their colleagues during the PLC. Teacher 3 stated, “The PLC allowed each educator’s voice and 
experiences to be heard and respected. I believe that is an important part of learning as a 
community.” The conversations that occurred allowed the participants to hear different 
perspectives and experiences of implementing Play-Based Learning. All three participants 
commented on the knowledge that they gained from hearing their colleagues discuss the Play-
Based Learning opportunities that they provide to their students. Teacher 3 felt that the 




Teacher 2 and Teacher 3 particularly benefitted from the dialogue that took place with 
colleagues that teach different grades. This allowed them to get new ideas and gain different 
perspectives on Play-Based Learning. Teacher 2 described the conversations with colleagues that 
teach a different grade as “helpful” because “they have had interesting ideas that I’ve been able 
to adapt.” Teacher 3 appreciated the dialogue that took place surrounding the progression of 
Play-Based Learning for students. As they stated, “I was able to hear and see how the students 
can then build on their skills as they move through the grades.” 
Application to Teaching Practice 
A third aspect of the PLC that two of the three participants valued was the application to their 
teaching practice. Self-reflection and new ideas contributed to their ability to apply what they 
had learned to their practice. For example, Teacher 2 declared, “I have already begun to 
implement ideas from my colleagues and have a list of ideas that I would like to try in the future 
as a direct result of being a member in the PLC.” Teacher 3 agreed that the PLC “inspired some 
new ideas to try” in their teaching practice and further explained, “The wealth of knowledge that 
has come from the members in the PLC has been beneficial for me and helped me reflect on the 
Play-Based Learning that I provide my students with.” 
Value Play-Based Learning 
All participants valued Play-Based Learning prior to participating in the PLC and continued 
to value Play-Based Learning after their participation in the PLC. Teacher 1 detailed the 
following realization from their participation in the PLC: 
I have always viewed play as being an important part of any child’s development. However, 
 until being introduced to the Play-Based Learning PLC, I never truly considered how play 




 Through discussions with colleagues as well as through reading ‘Purposeful Play,’ I now 
 realize how beneficial play is in the classroom setting and that the students are still learning 
 while immersed in play.  
Teacher 2 and Teacher 3 stated that their beliefs on Play-Based Learning had not changed 
since participating in the PLC. Rather, Teacher 3 believed that their PLC participation “validated 
and strengthened” the value that they place on Play-Based Learning. Teacher 2 continued to 
“remain in support of Play-Based Learning” in their classrooms.  
In addition to the value that the three participants placed on Play-Based Learning, Teacher 3 
commented on their belief that Play-Based Learning is valued amongst colleagues for children 
from Kindergarten through Grade 3. They explained, “with the PLC, it was nice to hear play 
becoming more valued from K to Grade 3 and it was nice to hear that, as a primary team, we are 
validating and putting this value/importance into play as a team for the success of our students’ 
learning.” 
Key factors that contributed to the value that the participants placed on Play-Based Learning 
included student agency and developmentally appropriate learning.  
Student Agency 
All participants viewed Play-Based Learning as being student-led and student-centered. As 
Teacher 2 noted, “In this model of learning, the teacher acts more as a facilitator to students’ 
learning, guiding them and providing materials, information, and resources based on their 
interests and inquiries.” The importance of student agency in Play-Based Learning surfaced in 
several responses. Teacher 3 described the role of the teacher in Play-Based Learning as 
“helping, guiding, and providing children opportunities to work their way through the stages of 




to “discover their own interests” and “investigate and explore.” Teacher 1 recalled a specific 
example of a conversation from the PLC in which a teacher acted as a facilitator of learning 
while the students had agency over their play: 
I do remember one of our colleagues sharing that a group of her students were working 
 together to build either a bakery, store, or movie theatre. She let the students explore and 
 work together and then she entered to support and extend their learning by asking them 
 open-ended questions as to what they were constructing.  
Developmentally Appropriate  
The participants all placed value on the developmentally appropriate learning that a Play-
Based Learning approach provides for children. Teacher 3 stated, “Play-Based Learning provides 
many valuable opportunities for children to explore and develop the foundations and 
fundamental skills needed for everyday success. Children learn best through play and it has been 
said that it is a child’s work.” Teacher 2 echoed this sentiment by stating that Play-Based 
Learning is, “developmentally appropriate for younger students” as it “values the ideas that 
children learn best through exploration, inquiry, experimentation, and play.” Examples of 
learning that occur for children through a Play-Based Learning approach discussed by the three 
participants included social and emotional skills, academic skills, risk-taking, thinking and 
problem-solving skills, motor skills, and communication skills. The responses suggested that the 
participants value Play-Based Learning as an integral component to children’s learning and 
development.     
Shared Teaching Resources to Implement Play-Based Learning 
Shared teaching resources surfaced as a consistent theme in the responses from two of the 




opportunity to share teaching resources for implementing Play-Based Learning in their 
classrooms. For example, Teacher 3 stated that the PLC, “gave us the opportunity and time to 
connect with one another on how we can provide our young learners with these opportunities 
from multiple grade levels.” Teacher 2 recalled how the principal joined the first PLC meeting 
and purchased resources for PLC members to help “get our conversations started.”  
Both Teacher 2 and Teacher 3 commented on benefiting from the book, “Purposeful Play,” 
that was purchased by administration for all PLC members. For example, Teacher 3 stated, “The 
discussion around play in general and how we view play was fantastic, but bringing in the book 
allowed us to talk about what kinds of play are important.” Teacher 2 believed that the book 
“helped to reinforce” their ideas and thoughts around Play-Based Learning and provided 
“meaningful discussions with my colleagues.”  
As well, popular resources used in the classroom for Play-Based Learning were also 
discussed during the PLC, which resulted in the participants reflecting on the use of those 
resources. Teacher 2 discussed purchasing more resources for Play-Based Learning as a result of 
the PLC: 
At the beginning of our PLC, we brainstormed popular materials and toys that we used in our 
 classrooms during free play. As a result, I used my yearly classroom budget to purchase more 
 and I’ve found that my students have really enjoyed creating and exploring with them.  
Teacher 3 spoke of conversations that centered around a specific resource used in many of 
the classrooms called “Magnatiles.” As Teacher 3 stated, “We all have the Magnatiles, but they 
may be used differently to address our students’ play needs.” Teacher 3 went on to describe how 
the PLC discussions around this shared teaching resource changed their approach to using them 




For example, my students often build the same structures when using the Magnatiles (a 
 tower/building or car). To hear that others are using whiteboards to spark more architectural 
 skills have given me ideas to show different images to my students and have them try to 
 recreate it or design something new.  
Furthermore, shared classroom routines and instructional strategies were discussed by both 
participants. Teacher 3 mentioned that all of the PLC members use a “Soft Start” routine in their 
classrooms that incorporates playful learning as a way “to help support social-emotional needs 
and to help students ease into their day.” Teacher 2 and Teacher 3 also discussed the idea of 
incorporating goal setting and the Core Competencies into Play-Based Learning, which came 
from conversations with colleagues during PLC meetings. Teacher 2 explained: 
At our last session, one of my colleagues who teaches Grade 3 gave an example of how she 
 has integrated the Core Competencies into her free play time…. I plan to use the animals of 
 The Six Cedar Trees and their character traits to set a goal for a competency that students can 
 work on during free play time. For example, “Your goal today is to notice when you’re being 
 like wolf (a good communicator).” At the end of our free play time, we will then come 
 together to reflect on how they did at that given goal and how they demonstrated it.  
Teacher 3 echoed incorporating the Core Competencies and goal setting into their Free Play 
time, but specified that they would like to focus on using the goal to observe their students’ play 
with a “closer lens” to see if they are “actually connecting with it.” 
Enhanced Self-Efficacy Towards Implementing Play-Based Learning  
All three participants experienced enhanced self-efficacy towards implementing Play-Based 
Learning through the additional confidence and validation that they gained during their PLC 




Play-Based Learning in their classrooms. Teacher 1 stated, “I am confident in continuing to 
implement Play-Based Learning to help support all of my students as learners.” Teacher 2 noted, 
“After 3 sessions of participating in the PLC, I definitely feel more confident in my ability to 
implement Play-Based Learning.” Teacher 3 similarly expressed being “grateful for the extra 
confidence that this PLC has provided me with.”  
In addition, the participants felt validated in the Play-Based Learning opportunities that they 
provide to their students and in their beliefs about the value of Play-Based Learning. For 
example, in regard to their PLC participation, Teacher 1 stated, “The most important thing it has 
taught me is that I am actually doing some form of Play-Based Learning.” Teacher 3 also spoke 
of feeling “validated” in their belief that “what I do in my classroom with Play-Based Learning is 
valuable and effective” as a result of their PLC participation. Teacher 2 specifically expressed 
the validation they felt towards implementing playful learning opportunities for their students 
when administration joined a PLC session and communicated their support of the Play-Based 
Learning PLC. Therefore, the responses suggested that increased confidence and validation from 
the participants’ PLC experiences contributed to enhanced teacher efficacy for implementing 
Play-Based Learning.  
The results of this study demonstrated that participants valued their participation in the PLC. 
Participants also valued Play-Based Learning and appreciated the resources that were shared to 
help them implement Play-Based Learning. As a result, participants experienced greater self-
efficacy for implementing Play-Based Learning.  
Discussion 
Prior to this research study, I perceived there to be a need for a teacher-led collaborative 




teaching, and learning. My passion for teacher leadership led me to create a PLC that attempted 
to meet the needs and interests of my colleagues. As a result, the purpose of this study was to 
gain insight into the perceptions of primary teachers’ experiences participating in a Play-Based 
Learning PLC and their feelings of self-efficacy towards implementing Play-Based Learning. In 
conducting this phenomenological study, I gained a deeper understanding of the essence of 
teachers’ experiences participating in the Play-Based Learning PLC and the effects of their 
participation on teacher efficacy. Furthermore, some of the previous insights that I had about 
PLC participation were validated. There are four key findings of this study.  
First, teachers gain value from their participation in a PLC. These results support the claim 
by Schiff et al. (2015) that teachers value learning communities. All participants particularly 
appreciated the collaborative dialogue that occurred and the opportunity to hear diverse 
perspectives. This finding directly aligns with previous literature (Snow-Gerono, 2005; 
McConnell et al., 2013). The participants in this study also mentioned gaining value from the 
opportunity for professional learning and growth and the application of their participation to their 
teaching practice. Previous research found that teachers identified collaboration (Snow-Gerono, 
2005), strengthening collegial relationships (Schiff et al., 2015; McConnell et al., 2013), 
combating isolation, teacher autonomy (Schiff et al., 2015), shifting to curiosity and inquiry 
(Snow-Gerono, 2005), and accountability to the group (McConnell et al., 2013) as benefits of 
their PLC participation.  
The second key finding is that Play-Based Learning is valued as developmentally appropriate 
learning for children which is consistent with the literature (Pyle & Danniels, 2017; Taylor & 
Boyer, 2020). Aligning with previous research (Pyle & Danniels, 2017; Taylor & Boyer, 2020; 




identified academic and social-emotional benefits that Play-Based Learning can provide for 
children.  
The third key finding of this research study is that PLCs provide teachers with the 
opportunity to share teaching resources and strategies. This idea is further supported by the 
findings of Schiff et al. (2015) and McConnell et al. (2013) in their studies of the benefits of PLC 
participation. Two of the three participants in this study benefitted from a professional resource 
on Play-Based Learning that they received and discussed during PLC meetings. They also 
benefitted from sharing and discussing common practices and teaching strategies to implement 
Play-Based Learning. Similarly, participants in the studies by Schiff et al. (2015) and McConnell 
et al. (2013) valued the sharing of resources, knowledge, expertise, and articles during their PLC 
participation.  
Finally, the fourth key finding is that PLC participation enhances teachers’ self-efficacy 
which aligns with the work of Zheng et al. (2019), Keung et al. (2020), Lakshmanan et al. 
(2011), Mintzes et al. (2013), and Little (2020). The current literature, as well as this study, 
indicate a positive correlation between PLC participation and increased teacher efficacy.  
Given that the results generally aligned with the literature, the findings of this study suggest 
that teachers gain value from their participation in a PLC and that there is a positive association 
between PLC participation and teacher efficacy. In interpreting these results it was evident that 
the value of teachers’ PLC participation was largely related to the context of the PLC meetings, 
the learning that occurred that they could then apply to their practice, and the validation of their 





Although the present results support PLC participation for teachers, it is appropriate to 
recognize several limitations. One limitation is the small sample size, as only three primary 
teachers participated in this study. A further limitation is that another study was being conducted 
at the same time and research site as my study. Consequently, many of the same people were 
invited to participate in this study as well as the other study. This limited the time and 
availability of some potential participants. 
Another limitation is the representativeness of the sample size. This study used purposeful 
sampling, with the intent to learn about the experiences and perceptions of primary teachers 
participating in a specific PLC about Play-Based Learning. It is possible that the same results 
may not have occurred if the research study included teachers that taught intermediate grades 
(Grades 4 and 5) or middle and secondary school teachers.  
A further limitation is the limited context of this study. This study took place at a mid-sized 
elementary school in an urban area in the Fraser Valley, consisting largely of middle and low-
income family neighbourhoods. Thus, the participants in this study may have had different 
perceptions and experiences working with children than teachers from other contexts. 
Additionally, the study occurred during a global pandemic due to the Covid-19 virus. Many 
health protocols were in place at the school and at the PLC meetings. Data was collected via an 
online open-ended questionnaire, as in-person interviews were discouraged due to safety. This 
may have influenced participants’ responses to the questions provided. Therefore, the results of 
this study may vary in other schools and contexts. 
Finally, there is a limitation due to the similarity of perspectives and experiences of the 




participation in this study. Thus, the three participants were likely to join a PLC when presented 
with the opportunity. It is possible that teachers that do not place significant value on continuous 
learning would not have participated in the PLC.  
Certain limitations of this study could be addressed in future research. For example, using a 
larger sample size that is representative of different grades (i.e., middle and secondary teachers) 
and different contexts could help provide greater nuance to the results of this study and their 
applicability to similar contexts. Future research studies in the area of PLC participation would 
also benefit from a wider participant sampling that consists of a variety of participants with 
varying experiences participating in a PLC. 
Implications and Recommendations 
Despite these limitations, the results suggest several theoretical, as well as practical, 
implications and recommendations. Currently, there is an absence of qualitative research on the 
perceptions and experiences of teachers participating in PLCs and their teacher efficacy. This 
study advances the literature that already exists by offering a qualitative research study in the 
area of PLC participation and teacher efficacy. This study also addresses other gaps in the 
literature by using primary grade teachers as participants and a PLC that explored the topic of 
Play-Based Learning.  
Theoretical Implications 
This research studied one PLC at an elementary school. Networked PLCs provide 
opportunities for teachers to build connections in order to share teaching practices and ideas in 
an effort to improve teaching and learning (Keung et al., 2020). Therefore, it would be useful to 
extend the current findings of this research study by including networked PLCs across schools in 




Furthermore, this qualitative study examined the relationship between PLC participation and 
teacher efficacy. PLCs have the potential to contribute to efficacious teachers by providing 
vicarious experiences (teachers discussing their experiences with colleagues), verbal and social 
persuasion (engaging in collaborative and reflective dialogue), and positive physiological and 
emotional states (Lakshmanan et al., 2011). The participants in this research mentioned positive 
affective states in their responses by describing their feelings of confidence and success in 
implementing Play-Based Learning. In terms of future research, it would be useful to extend the 
current findings by examining which specific elements of PLC participation (vicarious 
experiences, verbal and social persuasion, and physiological and emotional states) contributed to 
teachers’ self-efficacy and in what capacities.  
Moreover, PLCs have been found to have a positive effect on numerous student outcomes 
(Louis & Marks, 1998; Lomos et al., 2011; Vescio et al., 2008; Bruce et al., 2010). As a result, a 
natural extension of this research study would be to examine how a variety of student outcomes, 
such as engagement, social-emotional learning, and academic learning, may be influenced as a 
result of teachers’ participation in a Play-Based Learning PLC. 
Lastly, as this study suggests, PLCs contribute to enhanced teacher efficacy in the area of 
Play-Based Learning. Therefore, there is also a need for research that explores teachers’ 
perceptions of PLC participation and teacher efficacy in different instructional practices or 
teaching strategies. Participants in this study had some knowledge of, and experience 
implementing, Play-Based Learning prior to their PLC participation. As a result, much work 
remains to be done before a full understanding of the extent of PLC participation and teacher 





The current study contributes to the field of educational leadership and mentorship by 
advocating for the power of teacher leadership through teacher-led PLCs and teacher 
collaboration. The findings of this study revealed that teachers gain value from their participation 
in a PLC and that PLCs contribute to the development of efficacious teachers. As the 2019 
redesign of the Early Learning Framework illustrated, teachers are constantly faced with the 
challenge of revising content and pedagogy in order to meet increases and changes in curriculum 
standards and instructional strategies (Little, 2020). Therefore, PLCs should be adopted school-
wide. It is recommended that staff meetings be used for PLC meetings, as this would allow all 
teachers and staff members to participate. 
Furthermore, teachers should be encouraged to create and lead the PLCs at their schools. It is 
recommended that, rather than using the “top-down” approach, that school administration 
promote teacher leadership within their schools by allowing teachers to create and lead the PLCs. 
This would allow teachers to take ownership of their learning and ensure that the collaborative 
network is relevant to their current needs and interests.  
In addition, the findings from this research revealed that participants appreciated the 
collective dialogue, sharing of resources, and application to practice that the PLC provided. 
Therefore, it is recommended that PLCs use collaborative dialogue protocols to structure their 
meetings. This will spark conversations and contribute to the sharing of knowledge and resources 
between members. Furthermore, it is recommended that PLCs consist of teachers that have 
varying experiences and perceptions in order to create more diverse conversations. For example, 
PLCs should include classroom teachers that teach different grades and non-classroom teachers, 
such as Learning Assistance teachers, Resource teachers, Learning Commons and Library 




Finally, this study highlights the need for Play-Based Learning in primary grades. Therefore, 
Play-Based Learning should be implemented in Kindergarten to Grade 3 classrooms. Schools are 
encouraged to refer to the British Columbia Early Learning Framework (2019) and provide 
professional learning opportunities for teachers to learn more about Play-Based Learning and 
how it can be implemented at each grade level. Teachers that are knowledgeable in Play-Based 
Learning and are efficacious in that area are encouraged to demonstrate teacher leadership by 
collaborating with colleagues to help them learn and develop their practices around playful 
learning. I will continue to support and implement Play-Based Learning in my classroom and 
collaborate with my colleagues to ensure that we are providing playful learning opportunities for 
students across the school. Students will then be able to continue to build on their skills and their 
learning as they continue to move through the grades and continue to be presented with 
developmentally appropriate Play-Based learning opportunities.  
Conclusion 
This study has transformed me as a teacher, leader, and mentor. I am proud to have utilized 
my teacher leadership to create a PLC that provided colleagues with value and enhanced teacher 
efficacy in the area of Play-Based Learning. The findings of this research study have 
strengthened my new understandings and beliefs around the topics of educational leadership and 
mentorship. I have learned that powerful leadership and mentorship comes from peer coaching 
and collaboration, rather than a hierarchical role or title. Leadership and mentorship are 
developed through collaboration. Encouraging teachers to create and facilitate their own 
professional learning through collaborative networks contributes to the development of teacher 
efficacy and teacher leadership in schools. It also contributes to peer coaching and mentorship, 




In this current chapter of my life, I remain passionate about teaching and being in the 
classroom with students. Therefore, my primary goal is to continue to develop my teacher leader 
identity. I am excited to continue to develop the teacher leader within by continuing to build trust 
and establish relationships with my colleagues and students, modelling my own passions for 
teaching and learning, modelling practices and instructional strategies in my classroom, 
collaborating with colleagues, and facilitating meaningful professional learning through PLCs. I 
aspire to dismantle the hierarchical notion of leadership and support other teachers in developing 
their leadership and mentorship.  
Although these are my current goals and aspirations, I am open to the potential of formal 
leadership and mentorship opportunities in the future, such as administration. I am excited for 
open doors that may present themselves in the next chapters of my life that will continue to help 
me develop my skills, build on my experiences, and shape my identity as a leader, mentor, and 
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Thank you for taking the time to participate in this open-ended questionnaire as part of the study 
on Professional Learning Community participation and Play-Based Learning. Once receiving 
this open-ended questionnaire, it should take you approximately 30-45 minutes to complete in 
one sitting. However, please feel free to return to the open-ended questionnaire at any time and 
make changes (while ‘saving’ your changes throughout). There is a total of 7 open-ended 
questions to be answered within this questionnaire. Please answer, to the best of your ability, all 
7 open-ended questions within a narrative (written account) format. Please use as much space as 
needed and add additional pages to answer each question in detail and elaborate on any points.  
 
Upon completion, please e-mail the questionnaire as an attachment to the Principle Investigator, 
Jenelle Atkinson, by no later than February 5th, 2021 at jenelle.atkinson@student.ufv.ca. 
Please be mindful that a follow-up phone call may be required for questions that were answered 
by you and are in need of clarification and/or elaboration. If needed, this follow-up phone call 
will occur during the week of February 8th-12th, 2021, at a time available and accessible for both 
you, the participant, and Jenelle Atkinson, the Primary Investigator. 
 
Please note that at any time, and for any reason, you may choose to withdraw from this study, 
prior to February 5th, 2021 by emailing the Primary Investigator. Thank you for your time and 
participation in this study! 
 
 
Note: Each question was given a full page for response in the document sent to participants 
 
1. How would you like to be described (i.e., what pseudonym would you like to use?) and what 
information, if any, do you feel comfortable sharing for this study (e.g., years of teaching 
experience, the grade(s) you teach, etc.)? 
2. In your own words, please describe what a Professional Learning Community (PLC) is. 
3. In your own words, please describe your understanding of what Play-Based Learning is.  
4. Describe your experience participating in the Play-Based Learning Professional Learning 
Community (PLC).  
5.  Since participating in the PLC, how, if at all, have your ideas and thoughts about Play-Based 
Learning changed?  
6. Since participating in the PLC, describe your level of confidence in your ability to implement 
Play-Based Learning. 
7. Do you feel that participating in the Play-Based Learning PLC has been influential in your 





Follow-up Interview Questions 
  “Tell me more about ___________.” 
 “I’m curious why you stated ___________. Could you please elaborate?” 
 “You stated ___________. Could you provide an example of what you mean?” 
 
 
 
 
 
